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ABSTRACT
We investigated environmental supports, an under-studied aspect of Social
Cognitive Career Theory (SCCT; Lent, Brown & Hackett, 1994), with rural Appalachian
youth, an under-studied population. We developed a 25-item instrument to measure the
construct of Postsecondary Supports (PSS): proximal influences that bolster the pursuit of
postsecondary education. The new measure of PSS showed strong internal consistency
and construct validity. Moreover, PSS was positively correlated with college-going selfefficacy (CGSE) and college outcome expectations (COE), explaining more unique
variance than a measure of perceived educational barriers.
Keywords: Appalachia, supports, college-going, outcome expectations, SCCT
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CHAPTER 1: INTRODUCTION AND LITERATURE REVIEW
The landscape of career preparation has changed drastically over the last 50 years.
In 1973, 28% of workers had some type of postsecondary education, a number that nearly
doubled by 2010 to 59% and is expected to reach 65% by 2020 (Carnevale, Smith, &
Strohl, 2013). Additionally, as the U.S. job market continues to demand more specific
skills and knowledge from the workforce, the proportion of jobs requiring postsecondary
education is steadily increasing (Hoffman, Reindl, & Bearer-Friend, 2011). Indeed, more
careers require postsecondary education now than ever before. As a result, prospective
college students today face a holistically different environment than previous generations.
Understanding the mechanisms helping or hindering the pursuit of education after high
school, then, has become of increasing importance. The implications are especially
profound for rural Appalachian high schoolers, since rural Appalachia is an area where
approximately 75% of adults have no postsecondary education (Pollard & Jacobsen,
2017).
Rural Appalachian Culture
The region of Appalachia spans over 200,000 square miles of mostly mountainous
land, stretching as far south as Alabama and north as New York. Of the 25 million people
living in the region, nearly half (42%) do not live adjacent to a metro area and are
considered rural (Appalachian Regional Commission [ARC], 2016). Though largely
understudied in the psychological literature, the long-term health and educational
disparities within these communities are alarming. Whereas 9% of metropolitan
Appalachian residents have no high school diploma, nearly double (17.3%) the
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proportion of rural community members never finish high school. For those who do
complete high school, only 16.3% obtain a bachelor’s degree, compared with 29% in
metropolitan communities across the region (Pollard & Jacobsen, 2017).
Historically, the comparatively low percentage of individuals who obtained a
bachelor’s degree had not been a significant issue for the area, where lucrative coal
mining jobs were once abundant and did not require any type of postsecondary education
(Keefe, 2005). Although a dangerous occupation, union protests in the mid-20 century
th

led to extensive benefits and good wages. However, these coal mining jobs have largely
disappeared, going from a high of 500,000 workers in the 1930s to just under 30,000 in
2017 (National Mining Association, 2017). Moreover, few low education job
opportunities have been created that offer livable wages or benefits (Boynton, Carrico,
Paretti, & Matusovich, 2013). This partially explains why rural Appalachia has a
disproportionately higher percentage of persons living beneath the poverty line (22%).
This figure is nearly seven percentage points higher than the Appalachian region as a
whole and the nation, where 15.6% and 13.8% of individuals live beneath the poverty
line, respectively (Boynton et al., 2013).
There are very real challenges within the Appalachian region and unfortunately
the region is often described only by its disparities, leaving out consideration of its more
positive qualities and unique cultural strengths. Indeed, the region has been known less
for its awe-inducing vistas, and more for a kind of chronic poverty that has been
sensationalized through “poverty porn” (Baird, 2014). Beginning with the paternalistic
sympathy of Robert Kennedy’s “value of hope” tour, the region has received popular
portrayals ranging from pity to ridicule (Keefe, 2005). Rural Appalachians have been
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called the last cultural group it is socially acceptable to openly demean through
insensitive jokes (Welch, 2011). With such derision, it is little wonder rural
Appalachians’ wariness of “outsiders” has only escalated over the last century (Keefe,
2005). Thus, understanding the rich culture and unique identity of the region is a
prerequisite when conducting work with this population.
Gore (2011) described rural Appalachia as a sub-collective within the wider
region, with community values indicative of a Collectivist culture, in contrast to the
Individualistic culture identified throughout most of America (Triandis, Bontempo,
Villareal, Asa, & Lucca, 1988). For instance, rural Appalachians often prioritize
interpersonal harmony over individual achievement (Beaver, 1986). Additionally, the
rural Appalachian culture shows a profound consideration for the family, both the
reputation in the community as well as the generational continuance of tradition (Keefe,
1998). Rural Appalachia is largely interdependent, with individuals relying on an
intricate network of extended family and fictive kin to assist in times of distress (Boynton
et al., 2013). Academically, Gore and Wilburn (2011) found Appalachian students in
Kentucky were more likely to perform better in educational activities that emphasized
connection to a larger group than non-Appalachian students in the same state. They
suggested differential academic outcomes could be levied by utilizing more collectivist
approaches to instruction (e.g., learning communities and group projects).
Applying this to interventions aimed at curbing some of the generational
challenges facing the region, culturally informed researchers found the benefit of
tailoring messages to the cultural identity of the region. For instance, Myers, Toborg, and
Denham (2008) found that interventions addressing alcohol and tobacco were most
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effective if they leveraged community assets, such as close familial ties and reliance on
extensive social networks. For instance, messaging that targeted tobacco companies was
less effective than messaging that acknowledged the positive economic impact of tobacco
production for the community, while also recognizing the negative health outcomes close
relations may have experienced from smoking habitually.
Taken together, it is likely that rural Appalachian cultural identity affects the
ways in which supports to postsecondary education are perceived and utilized by high
school students in the region. Our study sought to incorporate key aspects of the rural
Appalachian identity into a widely-established model for understanding career and
educational pursuits.
Theoretical Basis
Over the last three decades, Social Cognitive Career Theory (SCCT; Lent, Brown,
& Hackett, 1994) has been a prominent model in vocational psychology for
understanding choice behavior (Brown & Lent, 2016). Based on Bandura’s cognitive
learning theory (1986), SCCT was designed to narrow the purview of the theory to render
specific hypotheses about domain-specific career and educational development (Lent &
Brown, 2006). The model suggests that core person and contextual variables can explain
how individuals develop interests toward a particular vocation or educational path,
formulate plans to achieve their goals, and perform at a given level within their chosen
fields (Lent et al., 1994).
According to SCCT, cognitive inputs (self-efficacy and outcome expectations)
influence interests and choice goals. Self-efficacy manifests in two forms: the belief that
one can perform a task within a given domain (content self-efficacy) and the belief that
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one can persist through domain-specific challenges (coping self-efficacy; Lent & Brown,
2006). Outcome expectations are the perceived costs and benefits associated with
accomplishing a given endeavor. In short, SCCT suggests an individual’s perception they
can accomplish something, along with the degree to which they want the expected
outcome, will influence their interests and goals, which will in turn affect actionbehaviors and future achievement (Lent, 2005).
Whereas outcome expectations indicate a perceived result, contextual affordances
inform how difficult the process of obtaining that result is perceived to be. Thus,
perceived supports and barriers are conceptualized as a path, rather than a destination
(Lent & Brown, 2006). Importantly, SCCT maintains Bandura’s (2012) concept that
proximal factors are not observed as static constructs but represent processes that interact
over time. As such, the amount of supports and barriers individuals have in their
environment will influence how they perceive their own ability to accomplish a task, as
well as the value of the outcome relative to the effort it will take.
As the core constructs in the model, the bulk of research on SCCT has centered on
the ways in which self-efficacy and outcome expectations explain interests, goals, and
choice behaviors (Rottinghaus, Larsen, & Borgen, 2003). Within rural Appalachia, Ali
and McWhirter (2006) examined the postsecondary education aspirations of 338 high
school students through the lens of SCCT. Consistent with the theory, higher self-efficacy
and outcome expectations scores were positively correlated with the aspiration to pursue
a postsecondary education. Recent research with 892 high schoolers in the region
(Rosecrance, Graham, Manring, Cook, Hardin, & Gibbons, 2019) showed a similar
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pattern of results, though significant differences were found by gender, such that young
women scored higher on a measure of college-going self-efficacy than young men.
Considering proximal factors, Ali and McWhirter (2006) found a greater
perception of barriers to college attainment decreased the likelihood of having
postsecondary education aspirations. The same study found different types of support (i.e.
parent, sibling, family, teacher) did not appear to influence aspirations for college, a
surprising result given the importance of family and community supports within rural
Appalachia (Welch, 2011).
Other research suggests that a key distal factor, parental education level, may
significantly affect the relationship of supports and barriers with outcome expectations,
self-efficacy, and interests. Prospective first-generation college students (PFGCSs) are
defined as currently enrolled high school students who would be the first in their family
to pursue any type of postsecondary education for any length of time (Gibbons &
Borders, 2010). PFGCS have been found to experience less support for collegiate pursuits
than continuing-generation peers (Bloom, 2007), report less parental assistance with
scholastic planning (Horn & Nunez, 2000), and have reduced access to rigorous
secondary coursework (Bloom, 2007). These factors may contribute to PFGCS enrolling
in four-year colleges at rates 70 percent lower than continuing-generation peers (Wilbur
& Roscigno, 2016).
Yet, a proliferation of scholastic support programs have emerged in the last
decade to meet the unique needs of PFGCS (Rondini, 2018). Rosecrance and colleagues
(2019) found that rural Appalachian students with career aspirations in Science,
Technology, Engineering, Math, and Medical (STEMM) fields had higher college-going
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self-efficacy and college outcome expectations; however, PFGCS were significantly less
likely to have aspirations in these careers. Hearteningly, SCCT-informed interventions
have been proposed (Gibbons & Shoffner, 2004) and shown efficacious (Engle, Bermeo,
& O’Brien, 2010) in providing PFGCS students with additional supports and
opportunities to bridge gaps. Working specifically with rural Appalachian high school
students, Gibbons, Hardin, Taylor, Brown, and Graham (2019) evaluated a six-week
vocational curriculum aimed at bolstering career and college readiness where over onethird of students reported increased interest in attending a 2- or 4-year college course.
Need for Postsecondary Supports Measure
A relative dearth of research has been conducted on contextual affordances.
Although this need was recognized over a decade ago (Lent et al., 2001), few valid and
reliable measures exist for either barriers or supports. Although more attention was
initially paid to the development of barrier scales, a recent meta-analysis suggests these
scales may have limited predictive validity compared to support scales (Brown et al.,
2018). That individuals perceive barriers as affecting their self-efficacy is borne out by
qualitative studies; however, this construct appears more difficult to capture
quantitatively. Brown and colleagues (2018) found that, averaging across nine different
educational and career outcomes from 246 different studies, support scales accounted for
more of the variance (10%) in SCCT predictors than barrier scales (3%). Although the
construct of supports may lend itself to more quantitative measures, the creation of such
measures is nascent, especially in educational settings.
A growing number of studies have started to investigate how supports influence
cognitive variables and future actions, albeit primarily in the world of work. For instance,
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both social status and family support have been found to play a role in career decisions of
individuals (Methany & McWhirter, 2013; Turner et al., 2003). Jenkins and Jeske (2017)
found three different types of support (general, emotional/instrumental, and
informational) promoted career agency and occupational engagement, whether
originating from family or peers. Working with Holland codes, Lapan and Hinkelman
(1999) found rural adolescents were more likely to explore a variety of interests based
upon perceived parental support.
In the realm of education, environmental resources are diverse. As with careerdecision making, studies found a significant influence of kinship support on school
engagement and persistence (Kenny, Bluestein, Chaves, Grossman, & Gallagher, 2003).
The Parental Support Index (Ali & Saunders, 2006) was recently employed in a study
that showed support from mothers predicted vocational outcome expectations and school
engagement for students, whereas support from fathers predicted greater vocational and
educational self-efficacy (Kantamneni, McCain, Shada, Hellwege, & Tate, 2018).
Other studies suggest teachers to be a significant source of support (Paa &
McWhirter, 2000), as well as friends and siblings (Ali, McWhirter, & Chronister, 2005).
Moreover, consistent differences have been found developmentally, such that younger
students are more likely to perceive and rely on supports than older students (Brown et
al., 2018). Looking specifically at STEM-related fields, Fouad and colleagues (2010)
found that students identified twice as many supports as barriers and that the perception
of both increased as they advanced in their education.
While many of these studies assessed educational support along a particular
dimension, possibly the most comprehensive existing measure aims to capture support for
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postsecondary aspirations from six sources (i.e. mother, father, siblings, peers, school
personnel, and community; Ali, Martens, Button, & Larma, 2011). Working with
stakeholders from rural midwestern high schools, The Contextual Support for PostSecondary Planning Scale showed strong cultural and predictive validity. While robust
and reliable, the measure is lengthy and more appropriate for investigations of particular
postsecondary support types, rather than assessing the extent to which students perceive
general postsecondary supports in their environment.
Yet, a broad perception of support may be particularly important in predicting
postsecondary aspirations. This study, along with others (Fouad et al., 2010; Kenny et al.,
2003), identified the most explanatory type of support to be general support. Although
supports are theorized to be multidimensional, it is possible that brief scales of general
support may be broadly applicable and sufficient to test hypotheses regarding the
relationship between this and other constructs in SCCT. However, there is no extant
measure of general support for postsecondary supports.
Whether considering the construct of supports or barriers, culture may well play a
role. Results from a mixed-methods study (Gibbons, Taylor, Brown, Daniels, Hardin, &
Manring, 2019) found that the perception of educational barriers (PEB) may be
qualitatively different for students from rural Appalachia. Using a well-validated measure
of barriers (McWhirter, 1997, adapted by Gibbons, 2005), students from the area reported
relatively low subjective perceptions of barriers to pursuing a postsecondary education,
even when the instructions were changed to include hypothetical aspirations. Using
qualitative methods with interviews of seven students, Gibbons and colleagues (2019)
found perception of barriers to be present in the content, though the students also
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described contextual factors allowing them to overcome or mentally diminish their
magnitude. In short, the students recognized that challenges existed, however, five
contextual factors were theorized to account for the low perception of barriers in
quantitative measurement: (1) bootstrapper mentality, (2) positive future mindset, (3)
practical disconnect, (4) lack of urgency, and (5) localism. These contextual challenges
provide another rationale for having a greater understanding of supports.
Focusing on supports is particularly important in rural Appalachia due to the
cultural identity of the region and the deficit lens through which the region is often
viewed. Given that the culture in rural Appalachia is characterized by collectivist values
(Gore, 2011), interpersonal harmony (Beaver, 1986), and a deep consideration of family
(Keefe, 1998), environmental factors, such as support from family, friends, and
community, likely affect individuals in rural Appalachia differently compared to
individuals from cultures that are more individualistic and independent. Additionally,
barriers to pursuing postsecondary education affecting rural student populations (e.g.
greater socioeconomic challenges in college and parents with lower educational
expectations and involvement; Byun, Meece, & Irvin, 2012) have been well studied, but
focusing on this research alone perpetuates a lens of lack and disparity.
By creating a measure of supports for pursuing postsecondary education, we
sought to highlight and better understand the strengths within individuals’ environments
in rural Appalachia. Overall, this study sought to determine if a newly created measure of
supports was valid and reliable with rural Appalachian high school students. With the
creation of a new reliable and valid measure, this tool would assist researchers in better
understanding the educational and career development process of this understudied
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population. More broadly, it may also provide a versatile tool for analyzing the role of
supports within the SCCT framework as it applies to postsecondary educational pursuits.
Research Questions
Is the PSS a valid and reliable measure of perceived postsecondary supports for
rural Appalachian high school students? To what extent can perceptions of postsecondary
support predict college-going self-efficacy and college outcome expectations? Can the
perception of postsecondary supports explain variance in CGSE and COE above-andbeyond perception of barriers? Is the relationship different for students who are
prospective first-generation college students compared to those who are prospective
continuing generation college students?
Hypotheses
1: According to SCCT, proximal environmental influences that constitute barriers
and supports should affect self-efficacy and outcome expectations regarding career and
educational pursuits. Thus, we hypothesize the perception of postsecondary supports
scale (PSS) will show construct validity by positively correlating with college-going selfefficacy and college outcome expectation scales, while a perception of educational
barriers (PEB) scale will negatively correlate with the same measures.
1A: The PSS scale will positively correlate with the well-validated
College-Going Self-Efficacy scale (CGSES; Gibbons & Borders, 2010), whereas
the PEB scale will negatively correlate with CGSES.
1B: The PSS scale will positively correlate with the well-validated College
Outcomes Expectations scale (COE; Flores, Navarro, & DeWitz, 2008), while the
PEB scale will negatively correlate with COE.
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2: Given recent meta-analytic research indicating that measures of perceived
support account for more variance in educational and career outcomes than measures of
perceived barriers (Brown et al., 2018), we hypothesize the PSS scale will show
incremental validity by explaining a greater amount of variance in SCCT outcome
variables than a well-validated measure of barriers (McWhirter, 1997, adapted by
Gibbons, 2005).
2A: The PSS scale will explain a greater amount of the variance in CGSE
than barriers.
2B: The PSS sale will explain a greater amount of the variance in COE
than barriers.
3: Considering past research identifying a lack of support as one driving factor
negatively affecting the college-going chances of prospective first-generation college
students (PFGCSs; Engle, Bermeo, & O’Brien, 2006), we hypothesize there will be
significant differences on scores of PSS between PFGCSs and their non-PFGCS peers,
such that PFGCSs will perceive significantly less PSS and higher barriers than their nonPFGCS peers.
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CHAPTER II: MATERIALS AND METHODS
The study was conducted as part of a National Institute of Health (NIH) grantfunded STEMM (science, technology, engineering, math, medical) vocational and
educational outreach program working with students from three high schools in rural
Appalachia. Informed by SCCT, the 6-week intervention contains activities designed to
promote self-efficacy and outcome expectations for 10th and 11th grade students using
aspirational goal-setting, interest and value exercises, and career exploration, as well as
practical information about postsecondary attendance (e.g., cost of tuition and attendance,
number of years required for a degree). A more exhaustive explanation of the
intervention is detailed in Gibbons and colleagues (2019) and Gibbons, Brown, and
colleagues (2019).
The faculty primary investigators are experts on vocational psychology and firstgeneration college students. In addition, the undergraduate and graduate students who
facilitate the intervention receive cultural humility training and, often, come from rural
Appalachia themselves (including the first author). The need for a postsecondary supports
measure was identified by program staff as especially important for understanding the
factors contributing to students’ educational and career pursuits. A search for existing
measures revealed a dearth of available measures, prompting the creation of the PSS by
the staff.
Measure Development
We began development of the PSS measure by reviewing existing support
surveys. Lab members discussed items, selecting those of particular relevant to rural
Appalachia. Through this process, eight items were included in the PSS measure from an
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unpublished dissertation (Yi, 2009), capturing supports in three categories: concrete,
general, and peer supports. Seven items from Lent and colleagues’ (2001) Contextual
Supports and Barriers scale were used to capture supports from family and friends, as
well as instrumental supports (e.g. financial stability and access to information).
Finally, we developed ten new items to capture supports distinctively salient for
our population, but not included in previous measures. Additional items were created
through discussions with students, staff, and community members from rural Appalachia.
New items included information about “other adults” students could identify who could
offer help, in addition to perceptions of family and peer approval of postsecondary
pursuits. Most significantly, three new items were created to assess perception of
community support, a key variable for the population absent in most measures of
perceived support (Bermingham, 2016).
Participants
Participants included tenth grade students attending three public high schools in
two rural Appalachian counties. Both counties are designated as economically distressed,
meaning they rank in the bottom 10% of the nation on unemployment rate, per capita
income, and poverty rate (ARC, 2017). Every tenth-grade student from the three high
schools participated in a 6-week National Institute of Health (NIH)-funded career
education program promoting postsecondary education and STEMM careers (see
Gibbons et al., 2019, for a description of the program). Prior to the intervention, students
completed a battery of measures using Qualtrics survey software to establish baseline
levels of key SCCT-related variables. To identify students who did not provide sufficient
effort in taking the survey, instructed response items (Meade & Craig, 2012) were
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embedded within each measure asking students to choose an answer (e.g., “Please select
D”). Students who did not correctly answer the instructed response item for a particular
measure were excluded from this scale. Additionally, only data from students who
assented to have their responses used for research purposes and whose caretakers did not
decline consent for research participation are included.
After screening for insufficient effort, the study had a sample size of 319
participants. Nearly half (152) of the participants were male, 160 were female, and six
preferred not to answer. Reflecting the demographics of the area, our sample was largely
white, with 295 students (93%) self-reporting this identity. Additionally, 11 (3%)
students identified as Latino, three as black, and 10 (3%) as Native American. Although
all students were enrolled in the 10 grade, there was variability in the ages of students.
th

The age makeup is as follows: 20 (6%) participants were fourteen, 255 (80%) were
fifteen, 42 (13%) were sixteen, and two (1%) were seventeen. Seventy-eight (25%)
students were prospective first-generation college students (PFGCSs). PFGCSs are
defined as students who report neither parent / caregiver attained a level of education
beyond high school; thus, students reporting that either parent / caregiver attended even a
semester of postsecondary education were coded as non-PFGCS. Although some authors
consider having parents who lack a post-secondary degree to be PFGCSs, even a
semester of college may allow a parent / caregiver additional knowledge about the
application and enrollment process that parents / caregivers without this experience
would not possess (Gibbons & Borders, 2010). One-hundred and seventy-three (55%)
students were non-PFGCS and 61 (20%) students reported being “Unsure” of their
parents’ education level.
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Instrumentation
College Outcomes Expectations Scale. The 19-item College Outcomes
Expectations Scale (COE; Flores, Navarro, & DeWitz, 2008) assesses the extent to which
students perceive the pursuit of a post-secondary degree as beneficial. Items ask about
relevant outcomes typically associated with attending college (e.g., If I get a college
education, then I will do well in life). Students rate their degree of agreement on a 1-10
Likert-type scale, where higher ratings indicate greater agreement. Item responses are
averaged, with higher scores representing more positive perceptions of attending college.
The COE was created for use with high school students and has shown strong
psychometric properties (Flores, Navarro, & DeWitz, 2008). COE scores were not
affected by demographic variables, supporting divergent validity. Internal consistency in
the current sample was high for this measure (⍺ = .94).
College-Going Self-Efficacy Scale. The College-Going Self-Efficacy scale
(CGSES; Gibbons & Borders, 2010) was created to measure the extent to which students
perceive the possibility they can get to and through college with two subscales. The 15item College Attendance subscale asks participants to rank their agreement with the
prompt “How sure are you about being able to do the following,” on a 4-point Likert-type
scale, 1 representing not at all sure and 4 very sure. Items regard financial, family,
ability, and decision-making skills necessary to attend college, such as “I can choose a
good college.” The Persistence scale consists of 16-items asking participants to respond
on the same scale to hypothetical situations they might encounter were they to attend
college, such as “I could fit in at college.” Total scores combining both subscales are
used, with higher scores reflecting greater levels of college-going self-efficacy. The

17
measure has been used with a variety of students in both middle and high school
(Gonzalez, Stein, & Huq, 2013). The scale showed strong internal reliability in an earlier
study (⍺ = .94; Gibbons & Borders, 2010), as well as in the current study (⍺ = .95).
My Perception of Barriers. The 45-item My Perception of Barriers scale (PEB;
McWhirter, 2000; revised by Gibbons, 2005) assesses the type and magnitude of
perceived barriers to education and career pursuits. The original 28-item scale was
augmented to capture salient themes not present in the prior version. Participants are
asked to evaluate each item for the likelihood it would be a barrier to continuing
education after high school. Responses are made on a 4-point Likert-type scale ranging
from 1 (not at all likely) to 4 (definitely) with higher scores indicating more perceived
barriers. The PEB has indicated good internal consistency in prior research (⍺ = .93;
Gibbons et al., 2019), along with the current study (⍺ = .93).
Postsecondary Supports Scale. The 25-item Postsecondary Supports Scale (PSS)
measures the perception of supports among prospective college-going students to pursue
education after high school. As described in the measurement section above, the scale
includes fifteen items from previous measures (Yi, 2009; Lent et al., 2001), in addition to
ten new items created for this study. The content of items captures relational supports
from friends, family, and other adults in the school and community (e.g., I have someone
who encourages me to go to college), as well as instrumental supports from academic and
financial resources (e.g. I could get helpful academic assistance if I needed it). Students
rate their level of agreement for each item on a 5-point Liker-type scale from 1 (strongly
disagree) to 5 (strongly agree). Higher scores reflect higher levels of perceived supports
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to pursuing a postsecondary education. Internal reliability in the current study was good
(⍺ = .94).
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CHAPTER III: RESULTS
Preliminary Analyses
All analyses were conducted using SPSS 25.0 software. As noted above, we
limited the data set to include only the 319 participants who passed the validity check and
for whom we had both parental consent and student assent. Item-level missing data was
very low (all items had less than 5% missingness) so further missing data analyses were
not conducted; available item analysis was used to handle item-level missing data for
participants who were missing <5% of items on any scale (see Parent, 2013).
Three data points fell outside 3.25 standard deviations and were confirmed as
univariate outliers after visual inspection of histograms. Calculating Mahalanobis’
distances (Tabachnick & Fidell, 2007), these points were confirmed to be multivariate
outliers as well, along with data from four additional participants. Analyses were
conducted twice, with outliers included and omitted. Although the pattern of results did
not change dependent upon the outliers, relationships among variables were stronger with
the outliers included. For our final analysis we used the more conservative model
omitting the outliers, resulting in a final sample size of 312.
PSS Validity and Reliability
Determining the factor structure of the PSS. To examine the appropriate factor
solution for the PSS measure, we submitted the 25-items to a Principal Axis Factoring
EFA using an oblique, Promax rotation: Kaiser-Myer-Olkin (KMO) = .928, Bartlett’s test
= 4505.204 (df = 300, p < .001). Four components had eigenvalues greater than 1,
however there was a significant drop after the first component, which accounted for
40.28% of the total variance. Using Cattell’s Scree test (1966), visual inspection
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confirmed a clear break after the first factor, followed by two additional breaks after the
second and third, which accounted for 8.34% and 6.23% of variance, respectively.
We then extracted the data using fixed factors, yielding the results for a one, two,
three, and four-factor solution. High cross-loadings interfered (>.15 difference from an
item’s highest factor loading; Worthington & Whittaker, 2006) with the interpretability of
a four-factor solution, while the other three solutions were interpretable. As the results in
Table 1 reveal, a single factor solution yielded high factor loadings (>.32; Worthington &
Whittaker, 2006) for all items. In the case of a two-factor solution, items 1-10 all loaded
strongly on the second factor (.409-.830), whereas items 11-25 loaded on the first (.404.759). The content of items 1-10 pertained to friends and family, whereas items 11-25
pertained to school and community. In the three-factor solution, items 1, 2, 8, 9, 10
loaded cleanly on the second factor, items 4-7 had high loadings on the third, while items
3 and 11-25 loaded on the first factor. Content from items on the first factor regard school
and community supports, while items for the second and third factors regard family and
friends, respectively.
Although three factors were interpretable, the one factor solution was the most
parsimonious, with high factor loadings for each item. In the two-factor solution, items 3,
4, and 12 had significant cross loadings (>.32; Worthington & Whittaker, 2006). The
three factor solution did not have any significant cross loadings; however, it explained
relatively little additional variance. Gordon and Courtney (2013) suggested the use of
multiple statistical techniques to help converge upon an estimation of dimensionality.
Thus, to better evaluate the appropriate factor solution, we used Horn’s (1965) Parallel
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Analysis and Velicer’s minimum average partial (MAP; 1976) tests comparing the
original data set to a set of randomly ordered scores.
Using O’Connor’s (2000) syntax for generating the analysis in SPSS, we
computed a model with 1000 sample comparisons. Factors were retained if the
eigenvalue in the real data exceeded that of the mean eigenvalue from the randomly
generated data (Courtney, 2013). Results showed the raw data eigenvalues for the first
factor (4.84) and second (1.40) were greater than the means of the generated data set
(1.26 and 1.18, respectively), thus suggesting a two-factor solution. Results from
Velicer’s revised MAP test also indicated a two-factor solution.
Examination of the items on each of the two factors showed that the first ten items
of the survey pertained to supports from friends and family (PSS-FF), while the last
fifteen items reflected school and community (PSS-SC) supports. In subsequent analyses,
we used means of the items to form these two subscale scores. We also created a total
score (PSS-Tot) from the means of all 25 items. The PSS total score showed strong
internal consistency, α = .94, as did the two subscales: PSS-FF α = .82 and PSS-SC α =
.90.
Concerning the scale itself, three items (2, 16, and 25) had low communalities (<
.40), which some authors (Worthington & Whittaker, 2006) suggest means they could be
considered for deletion. However, these items had high factor loadings (>.32;
Worthington & Whittaker, 2006), with no significant cross-loading, and appeared to
capture a distinct aspect of support that is known to be critical to pursuit of postsecondary education: finances. Moreover, because we did not have an independent
sample on which to cross-validate the reduced scale, we were concerned about
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capitalizing on chance. We therefore chose to retain all 25 items for subsequent
analyses.1
Construct validity of PSS. To assess construct validity, bivariate correlations were
determined. Consistent with H1A and H1B, supports were positively correlated with
college-going self-efficacy (rs = .687, .587, and .660, ps < .01, for the PS-Tot, PSS-FF,
and PSS-SC, respectively) and college-outcome expectations (rs = .601, .562, and .510,
ps < .01, for the PSS-Tot, PSS-FF, and PSS-SC, respectively).
To understand the unique contribution of PSS and Barriers in explaining the
variance within the data (H2), two sets of hierarchical regressions were conducted for
each of the outcome measures (COE & CGSES), with barriers entered in Step 1 and PSS
entered in Step 2. In the first set of regressions, PSS total scores were entered in Step 2;
in the second set, the two PSS subscale scores were entered in Step 2 . The change in R

2

produced in the second step of the analysis revealed that PSS total score explained a
significant amount of unique variance in both COE (𝚫R = .173, p < .001) and CGSES
2

(𝚫R =.197, p <.001). When PSS-FF and PSS-SC were entered in the second step, the
2

change R2 was significant for both COE (𝚫R = .176, p < .001; β = .331 & .204,
2

respectively) and CGSES (𝚫R =.212, p <.001; β = .209 & .381, respectively).
2

To determine whether barriers accounted for unique variance in our criteria after
accounting for PSS, we conducted another set of analyses entering PSS in the first step

We did conduct an analysis omitting the items and found (a) the PA and MAP again suggested a 2-factor
solution, (b) the same items loaded on the same factors of PSS-FF (9 items) and PSS-SC (13 items), (c) the
2 factors accounted for 51.07% of the variance, (d) all communalities were above .4, and (e) the inter-item
reliabilities for the subscales (α = .82 and .90 for the PSS-FF and PSS-SC, respectively) and total score (α =
.94) were good. See Table 5.
1
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and barriers in the second. These analyses suggest that barriers also explain a significant
amount of unique variance in COE (𝚫R = .030, p < .001) and CGSE (𝚫R = .090, p <
2

2

.001). Entering PSS-FF and PSS-SC in the first step, barriers explained a significant
amount of variance in COE and CGSES (𝚫R = .033 & .076, ps < .001). Thus, although
2

both barriers and PSS explain a significant amount of unique variance in both CGSE and
COE, the PSS accounted for more than five times as much variance in COE and more
than twice as much in CGSES as do barriers.
Differences for prospective first-generation college students (PFGCS). To explore
H3, we conducted four one-way ANOVAs, all with PFGCS-status as a between-groups
variable. The first ANOVA used PSS total scores as the dependent variable. Results
indicated perception of PSS and barriers differed significantly for students whose parents
attended at least some college (non-PFGCS) compared to those whose parents did not
attend college (PFGCS) and students who were Unsure of their parents’ education, F (2,
307) = 6.38, p = .05 for PSS and F (2, 307) = 7.14, p = .001 for barriers. Post-hoc
analysis using Tukey’s HSD adjustment suggests the PSS total score was significantly
higher for non-PFGCS (M = 3.42) than for PFGCS (M = 3.26) and students unsure of
their parent’s educational attainment (M = 3.23), who did not differ from each other , ps
< .05.
The next two ANOVAs used the two subscale scores as the dependent variables;
as with the total score, results showed significant differences between PFGCS groups F
(2, 307) = 4.97 and 6.36 for the PSS-FF and PSS-SC, respectively, ps < .01). Post hoc
analyses showed that non-PFGCS had higher PSS-FF and PSS-SC scores than the other
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groups, which did not differ from each other. Using the PSS-FF (Ms = 3.49, 3.51, 3.64)
and PSS-SC (Ms = 3.06, 3.09, 3.29) suggested a similar relationship, ps < .05.
Finally, the last ANOVA examined differences in perceived barriers as a function
of PFGCS status. As expected, there was a greater perception of barriers for PFGCS (M
= 1.99) and students unsure of their parents’ educational attainment (M = 2.04) than nonPFGCS (M = 1.80), F (2, 307) = 7.14, ps < .05. Students who were unsure of their
parents’ educational attainment did not differ significantly from PFGCS on any of the
scales.
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CHAPTER IV: DISCUSSION
Results from the present study suggest the instrument developed to capture
postsecondary supports is a reliable and valid measure within the rural Appalachian high
school student population. As hypothesized, greater perceived postsecondary supports
were correlated with greater college-going self-efficacy, as well as greater college
outcome expectations. Consistent with SCCT (Lent et al., 1994), it appears the perception
of supports, both relational and instrumental, bolster how students perceive their ability to
persist through a postsecondary educational opportunity (self-efficacy), as well as their
perceptions about the value that opportunity would afford them (outcome expectations).
The current study is consistent with previous research suggesting that supports play an
influential role in affecting choice behavior in vocation (Jenkins & Jeske, 2017), as well
as STEMM educational fields (Lent et al., 2003; Flores et al., 2008). Moreover, the
current study extends previous research on measures that capture postsecondary supports
from multiple sources (Ali et al., 2011), while offering a new, relatively short measure of
general support.
Considering the predictive power of the measure, a series of hierarchical
regressions revealed support for our second hypothesis, that the PSS would provide
incremental validity by explaining variance above-and-beyond an existing measure of
barriers. Specifically, the PSS measure explained more than twice as much unique
variance in CGSE and more than five times as much unique variance in COE than a wellvalidated measure of college-going barriers. Consistent with past research (Brown et al.,
2018), support in the current study appeared more impactful than barriers. This suggests
that perception of supports toward seeking postsecondary education may be a better
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predictor of rural Appalachian students’ college going self-efficacy and outcome
expectations than their perception of barriers to such opportunities.
It is possible that the magnitude of the difference in predictive ability of supports
versus barriers is indicative of the regional culture, where a reliance on family and
relational supports to overcome barriers has existed for generations and is a key value of
the community (Welch, 2009). Indeed, interviews with rural Appalachian students
revealed that the perception of barriers may be mitigated by contextual factors, such as
the region’s “bootstrapper mentality” and a focus on a positive future mindset (Gibbons
et al., 2019). Thus, a more nuanced interpretation of barriers results, in conjunction with
PSS, may provide the most accurate picture of proximal influences on rural Appalachian
students’ postsecondary pursuits.
Finally, we found partial support for our third hypothesis, that the relationship
between SCCT variables would be significantly different for prospective first-generation
college students (PFGCS). As hypothesized, PFGCS and students unsure of their parents’
educational history reported significantly less perceived support and significantly more
perceived barriers than their non-PFGCS peers. Students who indicated that they were
unsure of their parents’ educational attainment did not differ significantly from PFGCS.
Accordingly, the results suggest that students who are uncertain about their parents’ level
of education have similar perception of postsecondary supports and barriers as those who
are certain their parents did not pursue postsecondary opportunities. This differs from
past research which found the two groups had significantly different college-going selfefficacy, though similar college outcome expectations and STEM-M aspirations
(Rosecrance et al., 2019).
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Considering the factor structure of the PSS measure, exploratory factor analysis
suggest a two-factor solution of the PSS, consisting of supports from a) Family and
Friend and b) School and Community. Analysis using the full scale suggest the survey
presents a psychometrically sound unitary measure of perceived general supports for
postsecondary education. Previous research assessing educational supports from a variety
of sources found that a global measure of general support may provide the most
explanatory estimate of how students perceive postsecondary support and how that
impacts future planning and behavior (Fouad et al., 2010; Ali et al., 2011).
Yet, our analyses also showed utility using the factors as sub-scales and future
research may find that a distinction is useful. For instance, specific subscales may allow
researchers to investigate more nuanced research questions regarding the effects of
specific support-types on SCCT outcome variables. Given that research suggests
maternal and paternal support differentially affect self-efficacy and outcome expectations
(Kantamneni et al., 2018), it is possible that the support of family and friends offers a
different benefit than support from school and community. Alternatively, researchers
interested in a particular type of support (e.g., school and community) could choose to
use only those items in future studies. Regarding more practical implementations, a broad
measure of general supports may be helpful to compare school sites at a district or state
level, whereas use of subscales could aid in identifying specific strengths or growth areas
within a single school.
Regardless, the PSS seems to be a useful tool for measuring the construct of
postsecondary supports, which is theoretically and practically important. Although both
barriers and supports are considered proximal environmental influences in SCCT, they
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represent different constructs, requiring different measures. As such, the PSS offers a
useful tool allowing researchers to assess the relative contribution of barriers and
supports in postsecondary choice behavior through a SCCT perspective.
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CHAPTER V: LIMITATIONS AND FUTURE DIRECTIONS
This study had several limitations. First, the population completing the measures
was confined to rural Appalachians in Tennessee; thus, more research is needed before
concluding that the PSS demonstrates good reliability and validity with other populations.
Given the disparaging stereotypes prevalent in popular culture about the region, results
may be especially vulnerable to the effects of social desirability. For instance, students
may be inclined to inflate instrumental and social supports as a means of protecting their
cultural identity.
Furthermore, an analysis of postsecondary supports, in particular, may have been
affected by recent moves by Tennessee’s legislature to bolster postsecondary attendance.
In addition to providing all public school students with two free administrations of the
ACT, Tennessee became the first state to offer high school graduates two years of
community or technical college tuition-free. As a result, perceived supports may be
unusually high among students in the state. Future studies should seek to replicate our
results with students from other states, as well as other regions: both rural and urban,
inside and outside of Appalachia.
Finally, the method of data collection presents a number of qualifications. As a
self-report survey taken by students in their high school classrooms, any conclusions
must acknowledge limitations. Although consistent with how the PSS would be used in
future research and application, the influence of taking the survey in a classroom setting
could make supports more salient than they otherwise might be. Of course, because selfreport measures rely on subjective assessment, other factors could also contribute to the
results. For instance, students may be reticent to report a lack of support from family or
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friends. Again, the push in Tennessee toward pursuing a postsecondary education could
make any perceived lack of support particularly undesirable.
Implications for Future Research
This study demonstrates the potential for a new instrument, the PSS, for
successfully assessing postsecondary supports in high school students. Although
developed with a focus on rural Appalachian youth, the survey may be useful with other
populations as well. Future research should explore the use of this survey with other
underserved groups such as low-income, high minority students or those from urban
locations. Researchers could also explore how the PSS works within the SCCT
framework. Although we started that work by addressing predictive validity, other studies
could examine the use of the PSS in path analyses that focus on SCCT.
More research also is needed on the relationship between supports and barriers for
underserved students. Prior studies of rural Appalachian students highlight the challenges
with exploring perceived barriers, but less is known about the relationship between the
two constructs of supports and barriers. For example, do students see these on a
continuum, with increased supports directly influencing the reduction of barriers? Or, can
students experience both a strong sense of supports and still perceive significant barriers
to college-going? In either case, this information would help expand our understanding of
these important constructs.
There are also questions about broad applicability and refinement of the measure.
The PSS measure included three items with low communalities and relatively low factor
loadings. Content of these items addressed either directly or indirectly financial supports,
an important factor in allowing for the pursuit of educational options. Yet, it is possible
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that the characteristics of Tennessee’s postsecondary landscape made these finances less
salient. As noted above, the state recently passed legislation providing tuition-free
attendance at two-year vocational and community colleges. Moreover, the largest fouryear institution within commuting distance of our population, the University of
Tennessee system, implemented a similar policy (the UT Promise) allowing students
whose families make less than $50,000.00 annually free tuition and mandatory fees.
Therefore, we validated the measure that included all 25 items because it is likely to be
more relevant (a) in parts of Appalachia outside of TN and (b) outside of Appalachia.
However, if future research in these other populations replicates the low communalities
for these items, then perhaps the 22-item scale is better.
Implications for Practice
Past research into the career and educational choices of rural Appalachians has
emphasized a need for culturally attuned measures and interventions (Boynton et al.,
2013; Gibbons, Brown, et al., 2019). The postsecondary supports scale validated in this
study was created with this expressed purpose. In addition, the scale was developed
specifically in response to evidence that relying on barriers may have limitations in this
population (Gibbons, Taylor, et al., 2019). Indeed, results from the current study suggest
supports may be an especially powerful predictor of postsecondary self-efficacy and
outcome expectations in the region, which in turn should predict motivation and choice.
Moreover, perceived supports appear to explain substantially more about these pursuits
than perceived barriers. This is consistent with the “bootstrap” cultural values of the
region, where a fierce resilience in the face of challenges is bolstered by strong
interdependence among members in the community. Future interventions in the region
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targeting postsecondary education may benefit from emphasizing these strong cultural
supports these students do have, rather than focusing on overcoming the barriers they
face.
Career educators can use the results of the PSS to highlight supports already
identified by students while purposely increasing supports students endorsed less often.
For example, perhaps a group of students fail to recognize family support but strongly
identify peer support for college-going. In this case, schools may increase their family
outreach programming while continuing to encourage a positive peer culture for
postsecondary education. Alternatively, community support may be an emerging strength
for a given population, and students may build on this resource by intentionally creating
connections with stakeholders. These important community members might share their
beliefs about the importance of college-going or offer emotional support as students
prepare for life after high school.
In this study, we described the development and initial validation of the
Postsecondary Support Scale, a new measure that can be used within the SCCT
framework. Results from our study indicate preliminary support for this measure as a way
to explore proximal influences on career and educational development. Given the
challenges of quantitatively measuring perceived barriers, a well-validated and useful
measure of postsecondary supports is a valuable addition for researchers exploring socialcognitive career variables. While additional studies are needed to bolster and extend this
research, it appears that the PSS is an appropriate scale for research and practice
purposes.
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Table 1. Variable Correlations and Descriptive Statistics (N = 312).
Variables

1

1. College-Going Self-Efficacy



2

3

4

5

6

2. College Outcome Expectations

.63*



3. Postsecondary Supports – Total Score

.69*

.60*



4. Postsecondary Supports – Friends and Family

.59*

.56*

.87*



5. Postsecondary Supports – School and Community

.66*

.51*

.96*

.68*

6. Perception of Educational Barriers

-.61*

-.45*

-.50*

-.44* -.48*

M

2.97

8.29

3.32

3.52

3.15

1.91

SD

.57

1.31

.47

.47

.57

.51

⍺

.95

.94

.94

.82

.90

.93

* p < .01




45

Table 2. Items and Loadings for One- Two- and Three-Factor Solutions for Postsecondary Supports Scale.
PSS Item
1. I have someone who encourages me to go to
college.
2. I know someone who thinks it is important to
go to college.
3. I have someone I can count on for collegerelated support.
4. Get encouragement from your friends for
planning for college.
5. My friends think it is important to get good
grades.
6. My friends think it is important to go to
college.
7. My friends and I talk about planning for
college.
8. My family members encourage me to go to
college.
9. My family would be proud of me for planning
to go to college.
10. My family supports my career and college
plans
11. Adults in my school help me plan for life
after high school.
12. I feel support for my decision to plan to go to
college from important people in my life
(e.g., teachers).
13. I have access to a “mentor” who could offer
me advice and encouragement about
planning for college.

One Factor

Two Factors

Three Factors

0.475

-0.143

0.731

-.095

.723

.012

0.490

-0.056

0.649

-.003

.658

-.019

0.687

0.429

0.325

.436

.270

.077

0.680

0.344

0.412

.251

.112

.469

0.546

0.166

0.457

-.047

-.030

.832

0.583

0.101

0.578

-.095

.125

.781

0.530

0.191

0.409

.008

-.047

.754

0.570

-0.126

0.830

-.075

.840

.000

0.576

-0.040

0.735

.006

.712

.031

0.643

0.033

0.732

.090

.765

-.038

0.596

0.502

0.135

.469

.029

.165

0.714

0.470

0.309

.434

.155

.233

0.583

0.675

-0.071

.651

-.109

.066
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Table 2. Continued.
PSS Item

One Factor

Two Factors

Three Factors

14. I have enough financial support from my
0.626
0.578
0.086
.595
.108
family to pursue going to college.
15. I have someone who could help me find
0.660
0.768
-0.083
.830
.046
information about how to pay for college
16. I could find helpful information about paying
0.429
0.461
-0.014
.387
-.202
for college.
17. I could get helpful academic assistance if I
0.700
0.741
-0.007
.75
.018
needed it
18. I have someone who I could go to if I needed
0.664
0.710
-0.014
.672
-.089
help with my classes.
19. I have access to academic support when I
0.686
0.755
-0.039
.738
-.061
need it.
20. I have someone I can talk to about how to get
0.759
0.751
0.050
0.793
0.126
into college.
21. I have someone who will clearly explain
which classes will help me achieve my future
0.656
0.844
-0.170
0.852
-0.108
goals.
22. I can find helpful college information (e.g., at
0.693
0.780
-0.058
0.795
-0.017
my school).
23. My local community encourages students to
0.573
0.480
0.133
0.442
0.007
think about going to college.
24. My local community thinks it is important
0.567
0.468
0.140
0.438
0.036
for students to plan for going to college.
25. I know people from my local community
0.561
0.404
0.205
0.408
0.167
who have gone to college.
Bold items indicate high factor loadings (>.32), italicized items indicate high cross-loadings (<.15).

.033
-.211
.029
-.034
.126
.044
-0.120
-0.084
-0.062
0.191
0.158
0.054
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Table 3. Final Factor Solution Table.
PSS Item
1. I have someone who encourages me to go to
college.
2. I know someone who thinks it is important to
go to college.
3. I have someone I can count on for collegerelated support.
4. Get encouragement from your friends for
planning for college.
5. My friends think it is important to get good
grades.
6. My friends think it is important to go to
college.
7. My friends and I talk about planning for
college.
8. My family members encourage me to go to
college.
9. My family would be proud of me for planning
to go to college.
10. My family supports my career and college
plans
11. Adults in my school help me plan for life
after high school.
12. I feel support for my decision to plan to go to
college from important people in my life
(e.g., teachers).
13. I have access to a “mentor” who could offer
me advice and encouragement about
planning for college.

F1

F2

h2

Mean

-0.143

0.731

0.496

3.78

.496

-0.056

0.649

0.408

3.39

.826

0.429

0.325

0.548

3.46

.361

0.344

0.412

0.563

3.27

.715

0.166

0.457

0.607

3.39

.766

0.101

0.578

0.616

3.34

.739

0.191

0.409

0.507

2.96

.760

-0.126

0.830

0.595

3.81

.980

-0.040

0.735

0.577

3.87

.475

0.033

0.732

0.603

3.72

.614

0.502

0.135

0.416

3.12

.849

0.470

0.309

0.514

3.49

.704

0.675

-0.071

0.414

3.05

.887

SD
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Table 3. Continued.
PSS Item
14. I have enough financial support from my
family to pursue going to college.
15. I have someone who could help me find
information about how to pay for college
16. I could find helpful information about paying
for college
17. I could get helpful academic assistance if I
needed it
18. I have someone who I could go to if I needed
help with my classes.
19. I have access to academic support when I
need it.
20. I have someone I can talk to about how to get
into college.
21. I have someone who will clearly explain
which classes will help me achieve my future
goals.
22. I can find helpful college information (e.g., at
my school).
23. My local community encourages students to
think about going to college.
24. My local community thinks it is important
for students to plan for going to college.
25. I know people from my local community
who have gone to college.
Note. h2 = communality estimate

F1

F2

h2

Mean

0.578

0.086

0.469

2.79

.986

0.768

-0.083

0.567

3.20

.794

0.461

-0.014

0.294

2.66

.890

0.741

-0.007

0.572

3.14

.753

0.710

-0.014

0.536

3.21

.811

0.755

-0.039

0.558

3.13

.768

0.751

0.050

0.663

3.28

.980

0.844

-0.170

0.598

3.12

.871

0.780

-0.058

0.579

3.20

.781

0.480

0.133

0.657

3.33

.718

0.468

0.140

0.664

3.36

.704

0.404

0.205

0.361

3.83

.492

SD
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Table 4. Factor Solution Table with 22-items.
PSS Item
1. I have someone who encourages me to go to
college.
2. I have someone I can count on for collegerelated support.
3. Get encouragement from your friends for
planning for college.
4. My friends think it is important to get good
grades.
5. My friends think it is important to go to
college.
6. My friends and I talk about planning for
college.
7. My family members encourage me to go to
college.
8. My family would be proud of me for planning
to go to college.
9. My family supports my career and college
plans
10. Adults in my school help me plan for life
after high school.
11. I feel support for my decision to plan to go to
college from important people in my life
(e.g., teachers).
12. I have access to a “mentor” who could offer
me advice and encouragement about
planning for college.

F1

F2

h2

Mean

0.007

0.520

0.424

3.78

.496

0.394

0.336

0.556

3.46

.361

0.194

0.538

0.547

3.27

.715

-0.085

0.761

0.619

3.39

.766

-.104

0.811

0.613

3.34

.739

-.081

0.665

0.482

2.96

.760

-0.004

0.664

0.588

3.81

.980

0.074

0.573

0.551

3.87

.475

0.145

0.578

0.574

3.72

.614

0.461

0.196

0.418

3.12

.849

0.459

0.299

0.512

3.49

.704

0.662

-0.010

0.447

3.05

.887

SD
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Table 4. Continued.
PSS Item
13. I have enough financial support from my
family to pursue going to college.
14. I have someone who could help me find
information about how to pay for college
15. I could get helpful academic assistance if I
needed it
16. I have someone who I could go to if I needed
help with my classes.
17. I have access to academic support when I
need it.
18. I have someone I can talk to about how to get
into college.
19. I have someone who will clearly explain
which classes will help me achieve my future
goals.
20. I can find helpful college information (e.g., at
my school).
21. My local community encourages students to
think about going to college.
22. My local community thinks it is important
for students to plan for going to college.
Note. h2 = communality estimate

F1

F2

h2

Mean

0.539

0.109

0.437

2.79

.986

0.817

-0.159

0.544

3.20

.794

0.745

-0.011

0.569

3.14

.753

0.613

0.097

0.519

3.21

.811

0.701

0.039

0.576

3.13

.768

0.827

-0.159

0.655

3.28

.980

0.824

-0.122

0.591

3.12

.871

0.779

-0.056

0.565

3.20

.781

0.349

0.227

0.662

3.33

.718

0.399

0.187

0.674

3.36

.704

SD
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